This article explores Australian pre-service teachers' beliefs about and attitudes towards diversity. Building on Garmon's (2004) argument that there are three dispositional factors that influence students' likelihood of developing multicultural awareness and sensitivity in teacher education programmes, the authors explore the relationship between such dispositions as exhibited in students' autoethnographic work. In so doing, the authors posit that these dispositions may be hierarchically developed:
Introduction
Although Australian schools are very diverse, representing the linguistic and cultural diversity in Australian society, teachers are typically Anglo-Australian and of middleclass background (Allard & Santoro, 2006) . In this way, Australian teachers are demographically quite similar to teachers in other Western countries such as the United States (Cochran-Smith, Davis & Fries, 2003) . There are significant discrepancies between the backgrounds of teachers and pre-service teachers and the increasingly diverse racial, ethnic, cultural, and socioeconomic experiences of school students (Allard & Santoro, 2004; Brown, 2004; Causey, Thomas & Armento, 2000) .
As populations in contemporary Western societies grow more diverse, the need for teachers to better understand and work with difference productively becomes increasingly critical (Allard & Santoro, 2006; D'Cruz, 2007) . However, while most teachers are competent in their subject areas, Sogunro (2001) argues that they lack adequate knowledge, skills and attitudes that are necessary to successfully teach diverse student populations. Indeed, the literature on teacher education shows that historically, teacher education programmes have aimed to address diversity with add-on or piecemeal approaches, with little success (McDonald, 2005) . Brown (2004) , for example, reports that Banks (2001) , Sleeter (1995) and others have found that many pre-service teachers enter and exit stand-alone cultural diversity courses unchanged, often reinforcing their stereotypical perceptions of self and others in the process. Hatton (1999) has also critiqued foundational teaching in initial teacher education as failing to impact on the racism, sexism, classism and heterosexism of many pre-service teachers in Australia. In short, programmes where diversity is addressed in a fragmented and superficial way do not lend themselves to the development of dispositions in pre-service teachers that are aligned with a recognitive view of social justice (see Mills, 2008b; Ballantyne & Mills, 2008) .
1 Our own research (Ballantyne & Mills, 2008) has indicated that beginning teachers in Australia, despite their best intentions in terms of improving the social and learning outcomes of their students, appear to have very narrow understandings of what constitutes inclusive practice, and how to implement it effectively in their classrooms. Garmon (2004) , in reviewing the existing literature, suggests that the impact of diversity courses has been mixed, with some researchers maintaining that students' attitudes and beliefs have been positively influenced and changed by a course on diversity, while others have reported little or no change (see also Mills, 2008a) . Perhaps this can be partly explained by Pohan's (1996) research, which found that students who bring strong biases and negative stereotypes about diverse groups are less likely to develop the types of professional beliefs and behaviours most consistent with multicultural sensitivity and responsiveness. This finding is consistent with Kagan's (1992) observation that "candidates tend to use the information provided in course work to confirm rather than to confront and correct their preexisting beliefs" (p. 154). That is, the personal beliefs and images that pre-service teachers bring to teacher education usually remain inflexible. The classic study by Lortie (1975) , for example, argues that the predispositions teacher education students bring to teaching are a much more powerful socialising influence than either pre-service education or later socialisation in the workplace.
Dispositional factors may be particularly significant, then, because they may determine prospective teachers' readiness (or lack thereof) to learn from their intercultural and educational experiences (Garmon, 2004) . Garmon (2004) goes on to suggest that "if students are not dispositionally 'ready' to receive the instruction and experiences presented to them, even the best-designed teacher preparation programs may be ineffective in developing appropriate multicultural awareness and sensitivity" (p. 212).
The notion of dispositional factors is also reflected in literature pointing towards the importance of selective recruitment processes. Haberman (1991 Haberman ( , 1996 argues that teacher educators have to find ways to focus on "picking the right people" rather than trying to "change the wrong ones" through teacher education. By this, he is advocating for the recruitment and selection only of those who bring knowledge, experiences, commitments and dispositions that will enable them to teach in culturally diverse student populations well.
Specifically, we would argue that the three dispositional factors identified by Garmon (2004; of openness (receptiveness to others' ideas or arguments, as well as receptiveness to diversity); self-awareness/self-reflectiveness (having an awareness of one's own beliefs and attitudes, as well as being willing and/or able to think critically about them); and commitment to social justice (a commitment to equity and equality for all people in society) are highly instrumental to this task. Garmon (2004) based his findings on a study that involved extensive interviews with one 22-year-old White female pre-service teacher. He identified six major factors that appeared to play a critical role in facilitating the changes that occurred in this preservice teacher's beliefs about and attitudes towards diversity and that may be important predictors of how likely pre-service teachers are to develop multicultural awareness and sensitivity during their preparation programme. While three of these six factors were dispositional, relating to character traits or personal dispositions, the other three were experiential, relating to experiences that she had had -namely intercultural experiences (experiences in which there is an opportunity for interaction with individuals from a cultural group different than one's own); support group experiences (experiences with a group of individuals who encourage a person's growth through helping him or her make sense of experiences); and educational experiences.
Through analysis of excerpts taken from student assessment, this article explores the development of and the relationship between these three dispositional factors in preservice teachers through an educational experience -specifically, one stand-alone course about identity, diversity and difference.
Research design
As teacher educators, Allard and Santoro (2004; 2006) suggest that part of our role is to offer experiences to our students that enable them to understand and examine their own positionings as a starting point for developing understanding and insights into taken for granted beliefs about themselves and 'others'. This is particularly important as many of our students are located in dominant cultures. Such "awakening of consciousness" (Bourdieu, 1990, p. 116 ) may help to challenge deficit thinking and "naïve egalitarianism" which can cause student teachers to "deny the privileges they may enjoy because of their skin colour and social class" (Causey et al., 2000, p. 34) . One of the core courses undertaken by pre-service teachers in the first semester of their degree at a university located in an outer suburb of an Australian city, and which one of the authors was involved in teaching, aims to offer such experiences.
The course sought to provide students with the opportunity to develop a strong understanding of notions of belonging, individual and national identities, and the significance of difference and diversity as features of social and classroom life. Through a series of 13 weekly lectures and tutorials, the teaching staff endeavoured to develop students' knowledge in pedagogical implications of matters of identity, diversity and difference in the context of contemporary Australia. Tutorial sessions were viewed as particularly valuable as they provided students with an opportunity to be involved in a variety of individual, small group and whole class learning experiences. The learning was designed to encourage students to engage with and unpack academic literature and make sense of this in relation to their own experiences of identity, diversity and difference. As the State's teacher registration body specifies the philosophies, goals, structure and content of teacher education programmes required in order for graduating teachers to qualify for registration, the course shares many similarities to those in other institutions in the State in terms of its content and pedagogy.
The major assessment piece for this course was an autoethnography, which asked preservice teachers to represent their gendered, raced and classed identities in the form of one of three creative artefacts: a television guide, a restaurant menu or a CD cover.
These artefacts incorporated an analytical review of the author's experience of race, class and gender, and of the nature of identity; and a diary documenting and reflecting upon the author's experience of the autoethnographic process. The data for this article are excerpts drawn from a pool of autoethnographies submitted by 48 pre-service teachers (approximately 29% of the cohort) who gave consent for their work to be analysed when expressions of interest to participate in the research were called for.
Although participants were self-selecting, groups of pre-service teachers enrolled in the programme (reflective of gender, race/ethnicity, socio-economic class, prior experience, age) appear to be well represented in the sample. Despite the fact that all participants are anonymised, they are always potentially identifiable at least to those involved, if not to wider audiences. In order to preserve the anonymity of participants, differentiation between participants is indicated only by pseudonym within the article, and by number within we would view as a highly 'desirable' response: a commitment to social justice (see Table 1 ).
We should clarify that we do not have evidence of students' dispositions prior to their engagement in the course. We are therefore drawing on students' perceptions of whether and how their attitudes and beliefs have shifted as a result of the course, which we do not necessarily regard as a weakness of the research. Exploring teacher perspectives in educational research can provide "personal practical knowledge ... a particular way of reconstructing the past and intentions of the future to deal with the exigencies of a present situation" (Connelly & Clandinin, 1988, p. 25) . In addition, students may not have considered their beliefs about and attitudes towards diversity prior to their involvement in the course. In this way, the course's encouragement of the articulation of students' perceptions had the potential to promote critical reflection, which helps teachers to "modify and enhance their understanding of professional practice" (Yost, Sentner & Forlenza-Bailey, 2000) .
To prepare the autoethnographies for data analysis, the 48 television guides, restaurant menus and CD covers were first transcribed word for word into an electronic textual form within word processing documents by one of the authors for ease of manipulation. After removing all identifying features, relevant excerpts from each autoethnography were transferred to one master document. Each researcher analysed the excerpts from the autoethnographies independently, looking for evidence of the three dispositional factors identified by Garmon (2004) , and categorised and documented the dispositions demonstrated by each of the students. We then came together to discuss our interpretations and to ensure consistency.
It was agreed that for responses to be categorised as representative of one of the three dispositions, evidence of this disposition should be apparent in more than one location and it should almost infuse or permeate the response. Although we acknowledge that this is a very cautious approach, we decided upon this protocol to eliminate the possibility of categorising student responses incorrectly based on possible throwaway lines. Where discrepancies existed between our individual assessments of students' work, we both went back to the data to reconsider whether particular dispositions really did 'infuse' the response. Slight adjustments were made, and the table documenting the dispositional factors evident was finalised (see Table 1 ).
[Insert Table 1 here]
Findings and discussion
As is highlighted in Table 1 , of the 48 autoethnographies that made up our data set, 36
(75%) were demonstrative of self-awareness/self-reflectiveness; 19 (40%) demonstrative of openness; and three (6%) demonstrative of commitment to social justice. 12 (25%) were determined to be demonstrative of none of these dispositions.
What was of most interest to us was the relationship between these demonstrated dispositions, which is perhaps best illustrated visually by the While Garmon did not state that these dispositions evolve developmentally, it was suggested in the ways that he defined each of the dispositions that there may be some movement from (i) openness to (ii) self-awareness/self-reflectiveness and finally to (iii) commitment to social justice. In this article we posit that these dispositions evolve developmentally: beginning from self-awareness/self-reflectiveness; moving towards openness; and finally a commitment to social justice. This developmental progression is illustrated in Figure 1 .
[Insert Figure 1 here]
The remainder of this article draws on excerpts from six autoethnographies (two students demonstrative of each of the three dispositional levels) to explore dispositions towards diversity in pre-service teachers. We begin with two examples representative of the majority of students in that what they exhibited was limited to self-awareness and self-reflectiveness at the time of the research. This is followed by excerpts from two students who demonstrated two of the dispositions (openness and self-awareness/selfreflectiveness). We conclude by providing examples drawn from two students who demonstrated all three of the dispositions proposed by Garmon.
As we are proposing this developmental hierarchy of change, we have made a conscious effort to include as much data as possible to allow the voices of the participants to be heard. Our hope is that the deliberate incorporation of this data will enable readers to draw their own conclusions about the usefulness of our proposal, or encourage comparative and/or longitudinal studies to further investigate this matter from a variety of theoretical perspectives.
Evidence of self-awareness/self-reflectiveness in student accounts: Marianne
As has been mentioned previously, 75% of the autoethnographies analysed for this The way that Marianne demonstrates awareness of her beliefs and attitudes, and is willing and able to think critically about them, is particularly noteworthy and places her squarely within the category of demonstrating self-awareness/self-reflectiveness. She does not, however, seem to move to coherent statements stating her openness to diversity. We would argue that while receptiveness to diversity and a commitment to equity and equality for all people in society is alluded to, these are not dispositions that permeate her written responses, and are still under development.
Evidence of self-awareness/self-reflectiveness in student accounts: Bronwyn
Another student who demonstrated an ability to be self-aware and to self-reflect on her past was Bronwyn. Writing in the third person, Bronwyn demonstrates such reflectiveness below:
Even though she was born in a vastly different country thousands of kilometres away, Bronwyn asserts that her comfortableness in this foreign environment resulted because her physical appearance and cultural practices were common to the majority of the population. At the time this was not a conscious thought and it is only upon reflection that this truth is apparent. Indeed among dominant white races most are not consciously aware of this belonging … They consider race a term used only for non-white ethnic groups and are unaware of the privileges associated with whiteness. (Bronwyn)
The diary that accompanied her submission gave Bronwyn an opportunity to reflect on her thought processes as she completed the assessment task. It also gave us a window into her moments of self-awareness. In reflecting on her own experiences, she also demonstrates some understanding of the inherent privilege she carries in relation to her racial background:
It was Bronwyn's whiteness that allowed her to feel included and normal in a distant country. It was whiteness that allowed her family to choose which country they would like to live in and not have to consider that they may be discriminated against because of race. In contrast, the original inhabitants of 
Evidence of openness in student accounts: Christina
Christina is an example of a student displaying both self-awareness/self-reflectiveness and openness (receptiveness to others' ideas or arguments, as well as receptiveness to diversity) in her assessment piece. Her ability to self-reflect in a critical way was particularly noteworthy. Although she acknowledged that she was "born into a white wealthy privileged family", she was able to go beyond this and reflect at a deeper level:
As a child I was a member of the ruling class, we had a big home, servants, and a In reflecting on the task as a whole, Christina wrote:
I will be pleased to finish this piece. The more one examines one's life the more one sees, in oneself and in others. This is not always an entirely pleasing exercise, and inevitably raises more questions than it answers. The awareness raised, however, taken into the classroom, could make a world of difference to many 
Evidence of openness in student accounts: Amanda
In her assignment, Amanda referred to a critical incident in her life that enabled her to become more self-aware, reflecting on her own beliefs and attitudes through her life.
The critical incident concerned the birth of her first child:
The two doctors looking after me were foreign. I had not thought twice about this until they gave me some instructions about the procedure they were going to The experience of being an 'outsider' was, for Amanda, an incident that enabled her to reflect on her own beliefs. When she goes on to explain how this will impact on her practice as a teacher, we see her willingness to see past preconceptions and stereotypes:
As an educator, I will encounter many different symbolic traditions amongst children, parents and staff. I will need to see past the preconceptions related Amanda's story exhibits strong elements of both openness and self-awareness. She is able to reflect on her own experiences in a critical way and then continues by exploring the impact of these on the ways that she will act as a teacher in the future. However, she
has not yet taken what we would argue could be the next step: demonstrating a commitment to social justice. However, in outlining her desire to reject preconceptions and treat people as individuals (both of which are part of a socially just approach), we are very optimistic that we see the beginnings of a real commitment to social justice in her discourse.
Evidence of a commitment to social justice: Carolyn
One student whose assignment showed clear evidence of all three dispositions was It is her willingness to think critically about her own attitudes and beliefs that is central to this disposition here. However, Carolyn admitted that this willingness was not something that came to her easily when she made the point that "It's hard when you don't really want to know who you are, or why you are you!" She suggested that her difficulty with the task may be connected to her social class background:
I am struggling with this assignment. I knew this would be difficult, and that it would While there is evidence here of self-awareness and self-reflectiveness, Carolyn has clearly moved to the next level -that of a commitment to social justice. She recognises the privileged position she held in this context, but also demonstrates commitment to moving beyond awareness to action and confronting these issues of inequality in the future.
Evidence of a commitment to social justice: Robyn
Like Carolyn, Robyn showed evidence of an ability to self-reflect, a self-awareness of her own situation, an openness to others, and a commitment to social justice. As preempted in Garmon's own study (2004), Robyn's life experiences (before university) greatly impacted on her perspectives, and these may well have influenced her apparent pre-disposition to being moved towards a commitment to social justice.
Evidence of her ability to be self-aware and self-reflect is seen in this self-deprecating account of her childhood, observed as though by a third person:
Bring out the tissues. Robyn also reflects on her new-found ability to see herself as 'white':
… she has taken her identity for granted without giving thought to what it means. Eventually she comes to the conclusion that her race is -Caucasian.
This exciting discovery has then led to her understanding that her ethnicity is Anglo Saxon Australian … Whites, being blind to their racial identity, do not understand the implications of race and how it has affected their lives. This blindness makes it difficult for her to understand that she has white skin, therefore white privilege. (Robyn)
She demonstrates an openness to diversity, but struggles with it, in a very honest way: This struggle actually pre-empts her movement towards a commitment to social justice. This is not a glib politically correct assignment; this is the result of deep consideration, and some real change in her approach:
Her original intent as an educator was to be 'colour blind'. After careful consideration she has decided that this is not necessarily an appropriate method for teaching within a multicultural classroom … [because] by ignoring students' most obvious physical characteristics … teachers are also disregarding students' unique cultural behaviours, beliefs, and perceptions … It has also come to her attention that she will need to be aware of the cultural capital of her students so she can support their educational needs. Finally we see that she needs to be aware of her own stereotyped perceptions on gender and not inflict these biased identity beliefs on her students … They are individuals and she must know them, understand them and do all she can to ensure equity within her classroom. (Robyn)
Similarly, she comments: It is Robyn's openly articulated and repeated affirmation of her commitment to equity and equality for all people that signposts this commitment to social justice for us. But what is just as interesting, from our perspective, is the fact that as was the case with Carolyn, this commitment appears to go hand in hand with self-awareness and selfreflectiveness and openness to diversity.
Conclusion
This article has explored the relationship between three dispositional factors that Garmon (2004) argues influence pre-service teachers' likelihood of developing multicultural awareness and sensitivity (openness; self-awareness/self-reflectiveness;
and a commitment to social justice). In building on Garmon's thesis, pre-service teachers' reflections exploring issues of identity were analysed for evidence of these dispositions. As dispositional factors may arguably be important predictors of how likely pre-service teachers are to develop multicultural awareness and sensitivity during their preparation programme (Garmon, 2004) , we have explored the development of and relationship between these dispositions in our research.
Given that all students who demonstrated commitment to social justice also demonstrated both openness and self-awareness/self-reflectiveness, and all students who demonstrated openness also demonstrated self-awareness/self-reflectiveness, our analysis suggests that these dispositions may develop in a sequential fashion from selfawareness/self-reflectiveness; moving towards openness; and finally a commitment to social justice. However, we acknowledge that, in a similar manner to many such tasks in similar courses, the assessment task explicitly asked students to reflect on their developing identities, and on diversity in general, and this may have increased the likelihood that they would demonstrate self-awareness/self-reflectiveness (although, as noted, some did not demonstrate any of the dispositions). We nevertheless propose that the dispositions discussed by Garmon (2004) may develop hierarchically (see Figure 1 ).
The implications for teacher education are many if, indeed, this can be supported by further empirical comparative and/or longitudinal research.
While many teacher education programmes incorporate stand-alone courses which address issues of diversity and multicultural education, these understandings are historically not necessarily developed or built upon in other courses studied (Goodwin, 1997 ). Our hierarchical model suggests that given that this is the case, some students will not be able to demonstrate a commitment to social justice, or even the first steps towards this in the form of self-awareness/self-reflectiveness, despite the best intentions of their lecturers and the incorporation of a course that asks them to critically reflect on their own and others' circumstances. While we acknowledge that the prior experiences of students have a large impact on whether they are dispositionally 'ready' to be open to the messages contained within diversity courses (Kagan, 1992; Pohan, 1996) , our model suggests that some students may never reach the required or pre-requisite levels of self-awareness in order to commit to social justice in their classrooms. This is particularly likely if teacher education courses on diversity continue to operate in fragmented ways, rather than encouraging students to move from dispositions of selfawareness/self-reflectiveness through to a disposition of commitment to social justice.
Based on our research, we would argue that one stand-alone course within a teacher preparation programme is not sufficient if we have expectations of changing the dispositions of our pre-service teachers. An alternative, more optimistic, interpretation of our model is that in order to promote socially just dispositions, teacher education programmes need to acknowledge the commitment of time that may be necessary in order to progress students along the hierarchy. 2 In this context, the need for issues of social justice and diversity to be central components of the pre-service programme takes on particular significance. Indeed:
A well-articulated program with attention to diversity issues over several semesters offers the best hope for moving preservice teachers toward greater cultural 2 We acknowledge, however, that some students (and therefore future teachers) may not ever demonstrate a commitment to social justice.
sensitivity and knowledge and toward strength and effectiveness in culturally diverse classrooms. (Causey et al., 2000, p. 43) It is our responsibility as teacher educators to support the teaching profession to develop deeper, more meaningful ways of engaging with diversity in educational settings. A reconsideration of the ways that issues of diversity and social justice are integrated across programme settings is a possible first step to ensuring that teachers are capable of making a difference for the most disadvantaged students and "contributing to a more humane, equitable, socially just and democratic society" (Ambe, 2006, p. 694) . Alternatively, our model suggests that given the developmental nature of socially just dispositions, more realistic expectations of our ability to impact on these within a limited timeframe may be in order if our desire is to graduate teachers who are empowered to make a difference through their engagement with diverse student populations. 
